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Executive Summary

Over the past 6 years, Teaching and California’s Future has documented key trends in
the status of the California teacher workforce. In particular, this initiative has
illuminated the critical shortage of fully credentialed teachers and the unfair
concentration of underprepared teachers in our state’s most vulnerable schools. These
problems did not go unnoticed by policy-makers, who by school year 2000-01 put in
place a number of initiatives intended to increase the flow of fully prepared teachers
into the system and to provide increased support to retain teachers. In addition, policy-
makers took action to bring coherence and higher quality to the training that
experienced teachers receive to help them develop professionally.

There is evidence that these policies were beginning to have their intended effect.
The number of newly prepared teachers increased, and the number of underprepared
teachers in the state’s classrooms finally began to go down in 2001-02. At the same
time, more underprepared teachers were receiving structured support, more teachers in
their first years were given induction support, and content-focused professional
development reached greater numbers of teachers.

However, the California context has shifted dramatically in the past year. The state
now struggles with a weak economy, reduced state revenues, and a soaring budget
deficit. As a result, many of the recent policy initiatives have been undermined: there is
no longer support for teacher recruitment efforts, teacher education programs are
facing limits on enrollment, and funding for state-sponsored professional development
has been dramatically reduced.

Ironically, the same forces that threaten the state’s progress in strengthening the
system of teacher development may have some positive impacts: as the state economy
weakens, private-sector jobs become more scarce, making teaching a more attractive
profession for recent college graduates. Also, fewer teachers may be leaving the
profession and more may be reentering the teacher workforce, helping to further
alleviate the shortage.

These developments are occurring alongside the implementation of the federal No
Child Left Behind (NCLB) Act and its requirement that all teachers be “highly
qualified.” California policy-makers have interpreted “highly qualified” to include
fully credentialed teachers and interns. These new requirements are motivating
teachers without credentials to seek proper qualifications and pressuring school
districts to recruit, hire, and retain qualified candidates.

Taken together, these economic and policy shifts appear to be reducing the number
and percentage of teachers in the state who have not completed a preparation program
and are not in some structured support program. The shortage problem has not been
resolved, however. Large numbers of underprepared teachers remain in California’s
classrooms, and they remain concentrated in schools serving the students most likely to
be challenged by the state’s high standards.
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Teaching and California’s Future

As California has struggled through these economic and policy shifts, the Teaching
and California’s Future initiative has worked to highlight the strengths and weaknesses
of the system of teacher development in the state and to provide policy-makers with
the data they seek to inform their decisions in strengthening schools. Led by the Center
for the Future of Teaching and Learning and cosponsors — California State University
Office of the Chancellor, Policy Analysis for California Education (PACE), University of
California Office of the President, and WestEd — the initiative has brought together a
group of policy-makers and practitioners to seek common ground in strengthening the
skills and knowledge of the state’s teacher workforce. Teaching and California’s Future
involves a twofold strategy: (1) supporting an ongoing comprehensive study of the
conditions of teacher development in the state and (2) convening a task force of key
policy-makers, practitioners, and representatives of institutions of higher education and
professional organizations to use this information to improve the public education
system.

The results of this work have been published in a series of reports released each
December beginning in 1999 (Shields et al., 1999, 2000, 2001; Center for the Future of
Teaching and Learning, 2002). During the 2002-03 school year, SRI International
launched a third comprehensive round of data collection, including a statewide survey of
K-12 teachers and in-depth case studies of four local systems of teacher development,
including profiles of 35 target teachers who were interviewed at regular intervals and
who maintained weekly logs of their teacher training and professional development
experiences. This document includes the findings from these data collection efforts and
from analyses of secondary databases in the state, as well as detailed recommendations.

Demand for and Distribution of Teachers

In terms of credential status, the teacher workforce shows signs of improvement,
and many of the trends of previous years appear to be reversing. The number and
percentage of underprepared teachers in the state dropped slightly, from 41,713 in
2001-02 to 37,300 in 2002-03, or about 12% of the workforce. Early indications from fall
of 2003-04 suggest that this number will continue to drop, perhaps substantially. Of the
remaining underprepared teachers in the workforce, a greater percentage are
participating in intern programs —about 7,500 in 2002-03, or a fifth of all underprepared
teachers. This number has been growing steadily and is expected to grow still more
because interns are considered “highly qualified” under NCLB. Pre-interns, on the
other hand, are not considered highly qualified, and saw their numbers drop slightly,
from about 9,900 in 2001-02 to about 8,800 in 2002-03, or 24 % of all underprepared
teachers. Under NCLB, the pre-intern program is likely to decrease in size further
and/or change its focus in future years.

Still, despite the progress that has been made, underprepared teachers in the workforce
continue to be maldistributed — that is, they are concentrated unfairly in special education
classrooms and in schools serving low-income, minority, low-achieving, or English
language learner students. In 2002-03, the most recent year for which data are available:
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= FEighteen percent of all special education teachers did not hold a full teaching
credential.

* Schools serving high proportions of minority students had an average of 20%
underprepared teachers on staff, compared with only 4% in schools serving low
proportions of minority students. Similar patterns are found when the data are
disaggregated by student poverty level and school achievement as measured by
the APL

* Schools serving high proportions of English language learners had an average of
16% underprepared teachers on staff, compared with 7% in schools serving few
or no English language learners.

Although this maldistribution has become less severe in recent years, the historical
pattern points to a chronic problem: when the number of underprepared teachers rises,
schools serving poor, minority, and low-performing students are the most affected,
while schools serving more advantaged populations manage to maintain relatively low
numbers of underprepared teachers.

After a period of severe shortage in the late 1990s, the demand for new teachers
appears to be diminishing somewhat. This decrease is due, in part, to slowed growth
in student enrollment. After increasing by 23% over the past 10 years, enrollment is
expected to peak in 2007-08. However, a countervailing demographic trend may keep
demand for new teachers high. About 100,000 teachers in today’s workforce are age 50
or older and are likely to retire in the next 10 years. This development will create the
need to prepare, recruit, and induct thousands of new teachers. Also, NCLB is
increasing the demand for credentialed teachers. Under this law, all core subject
teachers in Title I schools should now be highly qualified; by 2005-06, core subject
teachers in all schools must be highly qualified.

Teacher Preparation

California’s teacher preparation system is facing two significant changes. First,
NCLB is creating greater demand for credential production. Second, SB 2042 is
attempting to improve teacher quality by redesigning the teacher preparation and
induction processes, and includes plans for a new Teaching Performance Assessment
(TPA). Both of these policy changes are likely to place greater demands on teacher
preparation programs. At the same time, budget cuts to the state’s public universities
are likely to limit program capacity and possibly student enrollment.

In past years, policy-makers responded to the rising demand for new teachers by
increasing the capacity of the teacher preparation system, including the
implementation of alternative-route programs. This action resulted in an increase of
new credentials, from just under 13,000 in 1994-95 to just over 23,000 in 2001-02. This
number is expected to remain high in the short term but may drop if demand for
teachers is perceived as lessening or if budget cuts limit capacity. Part of the strategy
for increasing credential production has been to expand intern programs. These
programs have grown in funding and participants in recent years, and may continue to
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do so as underprepared teachers are pressured to get intern credentials to meet NCLB
requirements. Less progress has been made in the production of special education
teachers. Credential numbers for these teachers have not risen as much as among the
general education teacher population, and the small growth that has occurred has been
largely in intern credentials rather than preliminary credentials.

As the state continues its struggle to prepare adequate numbers of teachers, it also
must be concerned with the quality of their preparation. The quality of teacher
preparation is difficult to assess, however. The one constant finding about teacher
preparation is the variation that teachers experience, across preparation routes and
programs, and even from class to class within a single program. Although many
teachers feel that overall they were prepared adequately by their preparation programs,
few feel their preparation helped them a lot. In particular, few teachers feel well
prepared to use assessment data, adapt instruction for special education students, and
meet the instructional needs of all the students at their school, including English
language learners. Participants in all routes give mixed reviews of their teacher
preparation coursework and the quality of their student teaching experience.

In general, teachers following traditional and alternative routes into the profession
rate the quality of their overall preparation about the same, but teachers in alternative
routes do have disadvantages in some key areas. First, alternative-route teachers report
being especially burdened with the demands of simultaneously teaching and taking
courses. Second, alternative-route teachers also student teach in the classroom of a
veteran teacher less often and collaborate with and observe their supervising teacher
less often. Third, unlike fully credentialed teachers, who are eligible for BTSA, pre-
interns and teachers on emergency permits typically do not receive mentoring or other
formal on-the-job supports in their first years. Although most interns are provided
with a mentor, the quality of the experience varies.

Teacher Induction

California has the country’s largest and best-funded induction program for beginning
teachers. Indeed, even in this time of deep budget cuts, California continues to invest
heavily in the Beginning Teacher Support and Assessment (BTSA) program. This
commitment is reinforced in legislation (SB 2042) that institutionalizes induction as part of
the “learning to teach” continuum and establishes it as part of the path to the professional
clear credential. Since the inception of BISA, the proportion of beginning teachers
participating in the program has continued to increase. However, not all beginning
teachers are eligible; the program was not designed for and typically does not serve those
who do not have full credentials. In 2002-03, 42% of first- and second-year teachers did not
have either a preliminary or professional clear credential and so were not eligible for
BTSA. These underprepared teachers are disproportionately concentrated in schools
serving poor, minority, and low-performing students. Once these underprepared teachers
acquire full credentials, they are eligible for BTSA; however, some who have years of
teaching experience report that by the time they are eligible, BISA no longer meets their
professional needs.
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Whether in BTSA or not, almost all teachers (96%) receive some form of induction
support in their first years on the job. Nearly three-quarters of new teachers report
being assigned a mentor, being observed by nonadministrators, and receiving release
time to observe other colleagues. The types of mentor support new teachers most often
report as very valuable are: consulting on the needs of students, talking with mentors
about classroom observations, and having mentors demonstrate lessons. Of the new
teachers who are assigned a mentor, however, many report infrequent mentor support,
and new teachers’ feelings about the value of mentor support vary by the frequency
with which they interact with their mentor. Teachers who participate in BISA are
more likely than nonparticipants to report receiving most types of mentor support.

Implementation of BTSA at the local level varies a great deal, in part because of
districts’ varying capacities. One challenge for some districts is a shortage of
experienced teachers to serve as mentors; this is particularly a problem in schools
serving poor, minority, and low-performing students. Also, districts rarely do an
adequate job of inducting teachers without full credentials. Even in districts that have
strong formal induction programs, support for underprepared teachers is often
inadequate.

BTSA and other formal induction efforts ultimately aim to support beginning
teachers, improve their practice, and retain them in the profession. In terms of impact
on practice, teachers report that their induction experience contributed modestly to
their professional growth. The impact of BISA on teacher retention is virtually
impossible to measure reliably, however, because in California there is no statewide
database that can track whether teachers stay in the profession.

Teacher Professional Development

The economic downturn of the past few years has resulted in the elimination or
reduction in scope and funding of the state’s professional development initiatives. The
California Professional Development Institutes (CPDI) no longer receive state funding.
The California Subject Matter Projects (CSMP), Peer Assistance and Review (PAR), and
Mathematics and Reading Professional Development Program (AB 466), meanwhile,
have all seen their budgets reduced by at least 50% for fiscal year 2003-04.

More so than in previous years, teachers in 2003 report participating in professional
development activities that reflect the characteristics of high-quality professional
development, including opportunities that build on individual teachers” knowledge,
promote collaboration among teachers, and focus on subject matter content. Two
models of school-based professional development —coaching and professional
collaborative work time — demonstrate these qualities when implemented in schools
with supportive leaders and working conditions. However, the percentage of teachers
participating in high-quality professional development is still low, and, overall,
teachers report only a moderate impact from their professional development
activities —a finding consistent with previous surveys of California’s teachers.
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California policy-makers face several challenges in trying to provide effective,
relevant professional development for the state’s teachers. State and federal standards-
based reform and testing requirements have narrowed the breadth of professional
development offerings, with both positive and negative effects. On one hand, language
arts and mathematics are receiving the attention they need; and professional
development is finally being aligned to other cornerstones of California education
policy, namely, content standards and the assessment system. On the other hand, other
subject areas are being neglected at the expense of focusing on reading and math. In
some places, these efforts focus on curriculum so much that they divert attention from
instruction. In addition, the diversity of the workforce, in terms of teacher experience,
assignment, and location, creates problems for developing statewide professional
development initiatives that are applicable and meaningful to all teachers. The local
context also plays an important role: poor working conditions, competing time
demands, contradictory messages about effective instructional strategies, and the
overrepresentation of beginning teachers in low-performing schools can negatively
affect learning opportunities for teachers.

One of the greatest shortcomings of professional development in California is its
failure to assist teachers in instructing students with special needs. Most teachers (88%)
report having special education students in their classrooms, but few of these teachers
indicate that they have sufficient supports or training to adapt instruction for these
students. In addition, most teachers (87%) report having English language learners in
their classrooms, but fewer than half of these teachers indicate that they have sufficient
preparation and training to teach this population of students.

Recommendations

Policy-makers are urged to consider the following recommendations derived from
these findings.

Preparing and Licensing Teachers

1. The California Commission on Teacher Credentialing should eliminate, by
September 1, 2005, emergency permits for special education teachers and, to that
end, move current permit holders into intern programs within 1 year.

2. The California Commission on Teacher Credentialing and the State
Superintendent of Public Instruction should take all appropriate steps to ensure
that school districts use remaining pre-intern funds to accelerate the progress of
special education emergency-permit holders toward a full credential.

3. The Governor and the Legislature should immediately conduct a formal review
of the quality and effectiveness of teacher intern programs. The expansion of
and support for intern programs should be based on the results of this review. In
addition, the California Commission on Teacher Credentialing should take all
appropriate steps to ensure that these programs provide consistently high-
quality preparation and mentoring. The Commission should pay special
attention to beginning teachers’ transition between participation in intern and
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induction programs, eliminating redundancies in responsibility and content and
better meeting the needs of teachers who are entering the profession through
alternative routes.

4. The California Commission on Teacher Credentialing and the State Board of
Education should collaborate to align standards for teacher development
programs, performance assessments (including the Teaching Performance
Assessment), and accountability measures to ensure that programs for beginning
teachers are effective and reflect the components of the state’s student academic
achievement system.

Ensuring an Adequate Supply of Teachers

5. The Governor should include in his budget funds for the Chancellor of the
California State University and the President of the University of California to
create incentives to develop and implement regional campus programs for
preparing an adequate supply of teacher candidates for high-need geographic
and subject areas, including special education, English language instruction,
mathematics, and science.

6. The Legislative Budget Committees should evaluate, as part of their regular
deliberations on the 2004-05 Governor’s Budget, the existing statutory incentives
for teacher recruitment, including the Assumption Program for Loans in
Education, CalTeach, Cal Grant T, the Governor’s Teaching Fellowship awards,
Regional Teacher Recruitment Centers, and the Teaching as a Priority Block
Grant program, to determine which efforts have improved the recruitment and
hiring of fully qualified teachers in low-performing and hard-to-staff schools.
The Legislature should restore funding to those efforts found to be most
effective.

Building Teachers’ Skill and Knowledge

7. Beginning in June 2004, the Governor and the State Superintendent of Public
Instruction should direct a portion of the Mathematics and Reading Professional
Development Program (AB 466) funds toward training special education
teachers in integrating the state’s student academic standards and adopted
curricular materials into their instruction. First priority should be given to
emergency-permit holders and interns who teach in high-poverty, hard-to-staff
schools.

8. In 2004, the State Superintendent of Public Instruction should establish as a first
priority the development of high-quality professional development for school-
based teams of classroom teachers at the Reading Implementation Centers.
These teams will be responsible for adapting curriculum and instruction to
accommodate special-needs students in reading. This strand of professional
development should be designed jointly with leaders of effective, district-
sponsored programs and accomplished, veteran special and general education
teachers.
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Including in Teacher Development All Curriculum Areas Required for
Graduation

9. The State Superintendent of Public Instruction, in collaboration with the
University of California Office of the President and the California Subject Matter
Projects, should develop and implement a teacher professional development
cycle that addresses all subject matter content required for high school
graduation and California public university admission. The cycle should
coincide with the state’s textbook adoption cycle and include language arts,
mathematics, science, history, foreign language, and visual and performing arts.
Within each subject matter area, the unique pedagogical needs of teachers of
special education students and English language learners should be recognized
and accommodated.

10. The Governor should restore full funding for the California Subject Matter
Projects in all content areas specified in the 4-year California public university A
through G admission requirements.

Working toward Better Management of the State’s Resources

11. The Superintendent of Public Instruction should conduct a thorough review of
the Education Code provisions related to teacher professional development and
recommend to the Legislature statutory changes needed to (1) eliminate those
professional development requirements that are redundant or ineffective, and (2)
consolidate the remaining programs into professional development block grants
that are responsive to both state priorities and the need for local flexibility.

12. The Governor and the Legislature should establish a state-level, independent
organization composed of representatives from agencies that collect data on the
teacher workforce to oversee and strengthen the state’s teacher data collection
and reporting system. This independent entity would ensure that data collection
procedures allow for timely, accurate analysis of longitudinal teacher supply and
demand information, provide coordination among agencies, and provide state
policy-makers with annual analyses of these data.

Building a Teacher Development System

In addition, it is urged that the Governor and the Legislature give priority, over
the next 2 years, to the development of a comprehensive and coherent system of
teacher development for the state. It is recommended that:

13. The Secretary of Education convene a working group to develop and recommend
to the Governor and the Legislature specific steps needed to build on the existing
framework for teacher preparation (SB 2042) and professional development
(Morgan-Hart Act, SB 1882) to establish a cohesive, accountability-based system
of teacher development that includes preparation (subject matter content and
pedagogical knowledge, and student teaching), recruitment, support for all
beginning teachers, and ongoing professional development.
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14. The Secretary of Education consider and extend the work of the K-16 Master Plan
Committee, the Task Force on Recruitment, Preparation and Retention of Special
Education Teachers, and other relevant entities.

15. The Secretary of Education give the highest priority to ensuring that the state’s
programs for teacher preparation (including CLAD, BCLAD, and requirements
for the preliminary teaching credential), induction (including the CFASST
system), and professional development focus on a coordinated, consistent
approach to providing teachers with the content knowledge and pedagogical
skills needed to help all students, including special education students and
English language learners, meet the state’s high academic standards.
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1. Introduction

At this time of leadership change and increasingly tight budget constraints,
California’s policy-makers and public remain firmly committed to the continued
improvement of the state’s educational system. Indeed, the call is for higher standards
and increased accountability for results, not a retreat from the last half-dozen years’
reforms. In line with the federal No Child Left Behind (NCLB) legislation, California
has resolved to get 100% of students proficient on assessments based on the state’s
ambitious standards (versus fewer than 20% that currently perform at that level). At
the same time, the new legislation requires not only that all schools have to meet
standards for average achievement —as has been true for a number of years —but that
they must ensure that all subgroups (e.g., English language learners, special education
students) meet state goals as well. Sanctions for low-performing schools, including the
requirement that their students be given the choice to attend other public schools, have
become more severe and go into effect more quickly.

The commitment to higher standards and increased accountability is accompanied
by a renewed focus on the quality of the teacher workforce. No Child Left Behind calls
for all teachers in the state to be “highly qualified” by school year 2005-06. The
pending reauthorization of the Individuals with Disabilities Act (IDEA) will also
address the issue of teacher quality.

But state policy-makers” concerns about the strength of the teacher workforce
precede the recent federal legislation. In the wake of class size reduction in 1996-97,
which created the demand for an additional 18,000 teachers, policy-makers struggled to
attract a sufficient number of fully prepared teachers, those who have demonstrated
subject matter competence and pedagogical knowledge, and have practiced these skills
under supervision before having a class of their own. The shortage of fully prepared
teachers was exacerbated by the growth in student enrollment and a strong state
economy that made private-sector jobs attractive to recent college graduates. By the fall
of 2000, more than 42,000 teachers, about one in every eight, had not completed a
preparation program before beginning to teach. These underprepared teachers were
concentrated in the schools serving the state’s poorest and lowest-achieving students —
raising questions about the fairness of a system that was increasing pressure for
students to achieve to high standards while providing the lowest achievers with the
least prepared teachers.

In response to their concerns, policy-makers put in place a number of initiatives by
school year 2000-01 intended to increase the flow of fully prepared teachers into the
system and to provide increased support to teachers to retain them in the profession
and better prepare them to meet students’ needs:

® Increased production of fully credentialed teachers from the state’s public
university system.

®  Expansion of both the pre-intern and intern programs to support individuals
already teaching without a full credential.
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® Investments in efforts to recruit teachers into the profession, especially in low-
achieving schools.

®  Continued expansion of the formal induction program for first- and second-
year teachers.

®  The design of a two-tier credentialing system that calls for the completion of a
beginning-teacher induction program to earn a professional credential.

®  Expansion and strengthening of the state’s support for professional
development through summer institutes, subject-matter specific professional
development, and funds to local districts to help teachers learn to use new
curricula.

As we will discuss later, there is evidence that these policies were beginning to have
their intended effect. The number of newly prepared teachers increased, more teachers
in their first years were given induction support, more underprepared teachers were
receiving structured support, and content-focused professional development reached
greater numbers of teachers. Overall, the number of underprepared teachers in the
state’s classrooms finally began to decline in 2001-02.

Yet the California context has shifted dramatically in the past year. The state is
struggling with a weak economy, state revenues are down considerably, and the
budget deficit is soaring. As a result, many of the recent policy initiatives have been
undermined: there is no longer support for teacher recruitment efforts, teacher
education programs are facing enforced limits on enrollment, and state-sponsored
professional development has been dramatically reduced. Ironically, the same forces
that threaten the state’s progress in strengthening the system of teacher development
may have some positive impacts: as the state economy weakens, private-sector jobs are
in short supply, making teaching a more attractive profession for recent graduates. In
fact, we will present data that suggest that fewer teachers may be leaving the
profession and/or more teachers reentering the teacher workforce.

These developments are occurring alongside the implementation of No Child Left
Behind and its requirement that all teachers be “highly qualified.” California
policy-makers have interpreted “highly qualified” to include both fully credentialed
teachers and interns-individuals who have demonstrated subject matter competence
and who are in a structured program to complete their preparation for a credential. We
will present data that suggest that these new requirements may be motivating teachers
without credentials to seek proper qualifications and motivating school districts to seek
qualified candidates.

Taken together, these economic and policy shifts appear to be leading to the
reduction in the number and percentage of teachers in the state who have not
completed a preparation program and are not in some structured program of support.
But, as we will show in the next chapter, large numbers of underprepared teachers
remain in California classrooms, and they remain concentrated in schools serving the
students most likely to be challenged by the state’s high standards.
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Teaching and California’s Future

Over the past 6 years, as California has struggled through these economic and policy
shifts, the Teaching and California’s Future initiative has worked to highlight the
strengths and weaknesses of the system of teacher development in the state and to
provide policy-makers with the data they seek to inform their decisions to strengthen
schools. Led by the Center for the Future of Teaching and Learning and cosponsors —
California State University Institute for Educational Reform, Policy Analysis for
California Education (PACE), University of California Office of the President, and
WestEd — the initiative has brought together a group of policy-makers and practitioners
to seek common ground in strengthening the skills and knowledge of the state’s teacher
workforce. Teaching and California’s Future involves a twofold strategy: (1) support
for an ongoing comprehensive study of the conditions of teacher development in the
state and (2) convening a task force of key policy-makers, practitioners, and
representatives of institutions of higher education and professional organizations to use
this information to improve the public education system.

The results of this work have been published in a series of reports issued each
December beginning in 1999 (Shields et al. 1999, 2000, 2001; Center for the Future of
Teaching and Learning, 2002). These reports have documented the maldistribution of
underprepared teachers across the state and pinpointed the strengths and shortcomings
in the systems designed to support teachers. In response to these findings, the Teaching
and California’s Future Task Force leadership has developed a set of key goals to guide
the initiative:

1. Every student will have a fully prepared and effective teacher.

2. Every district will be able to attract and retain fully qualified, effective
teachers.

3. Every teacher will work in a safe, clean facility conducive to learning;
have adequate materials with which to teach; and have the guidance and
support of a capable leader.

4. Every pathway into teaching will provide high-quality preparation and be
based upon California’s standards for what students should know and be
able to do.

5. Every teacher will receive high-quality support as he or she begins
teaching, as well as the continuing professional development to ensure
that he or she stays current in his or her field.

These goals, the strength of the data on which they were based, and the goodwill
and efforts of the Task Force membership have combined to help shape the policy
debate over the past few years.
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Data Collection

During the 2002-03 school year, SRI International launched a third comprehensive
round of data collection. This work included a statewide survey of a representative
sample of K-12 teachers, focusing on teachers” preparation, job search, induction,
workplace support, and professional development.

To complement the statewide data gathered through the survey, SRI conducted in-
depth case studies of four local systems of teacher development. The local system of
teacher development includes the organizations and programs that serve both teachers
in the workforce and individuals preparing to enter teaching. Each local system
studied typically included four schools, a central office, and the surrounding teacher
preparation programs, county offices, and other providers of support to teachers.

In each local system, we identified a set of target teachers (8 to 9, for a total of 35
teachers) who were interviewed at regular intervals and who maintained weekly logs
of their professional development and preparation experiences.

The findings from these data collection efforts and from continued analysis of
secondary databases in the state constitute the bulk of the report.

Organization of the Report

This document includes the main research findings of Teaching and California's
Future and the detailed recommendations. The remainder of the document is
organized into five chapters. The first addresses the status of the teacher workforce,
with a focus on shifts in the number and distribution of underprepared teachers. The
second tracks the system of teacher preparation, including an extensive analysis of
alternative pathways into the teaching profession. The third describes the study’s
findings on the system of induction into the profession for new teachers. The fourth
concentrates on the professional development system. The final chapter summarizes
the findings and includes recommendations. The three appendices provide
information on data collection methods and analyses, technical information for figures
and tables found in Chapters 2 through 5, and supplemental figures for Chapter 2.
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2. Teacher Distribution and Demand

Underprepared teachers

»  In 2002-03, there were about 37,300 underprepared teachers in the workforce, or
about 12%, down from 14% 2 years earlier. There are early indications that the
number of underprepared teachers has dropped significantly more in 2003-04.

= In 2002-03, there were about 7,500 interns, or 20% of all underprepared teachers,
up from 11% of all underprepared teachers in 1997-98. Because interns are
considered “highly qualified” under the federal No Child Left Behind Act
(NCLB), their numbers are likely to grow in future years.

= In 2002-03, there were about 8,800 pre-interns, or 24% of all underprepared
teachers, up from 3% of all underprepared teachers in 1998-99, the first year of
the program. Because pre-interns are not considered highly qualified under
NCLB, the pre-intern program is likely to decrease in size and/or change its
focus in future years.

Distribution

= Historically, when the number of underprepared teachers has risen, schools
serving the least prepared students have been most affected.

= Although the maldistribution of underprepared teachers has been improving
over the past few years, underprepared teachers are still inequitably distributed.

= In 2002-03, schools serving high proportions of minority students had an average
of 20% underprepared teachers on staff, compared with only 4% in schools
serving low proportions of minority students.

= In 2002-03, schools serving high proportions of English language learners had an
average of 16% underprepared teachers on staff, compared with 7% in schools
serving few or no English language learners.

= Special education suffers from the greatest shortage of fully credentialed
teachers: in 2002-03, 18% of all special education teachers did not hold a full
teaching credential.

Demand for teachers

* Student enrollment in California schools increased by 23% over the past 10 years,
driving up the demand for more teachers. Looking ahead, enrollment growth is
expected to slow, peaking in 2007-08.

* Animpending bulge in teacher retirement may create significant new demand
for teachers. About 100,000 teachers are 50 or older and are likely to retire in the
next 10 years.

= No Child Left Behind will also increase the demand for credentialed teachers.
Currently, core subject teachers in Title I schools should be highly qualified; by
2005-06, core subject teachers in all schools must be highly qualified.
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In the wake of class size reduction and a steady rise in student enrollment during
the 1990s, the demand for teachers in California public schools skyrocketed. At a time
when the California economy was growing rapidly, schools and districts struggled to
find enough qualified candidates to fill the growing number of classrooms. The
Teaching and California’s Future initiative has been tracking the status of the teaching
profession since 1999. In earlier reports, we have documented this growth in the
teacher workforce, the increasing reliance of schools on underprepared teachers who
have not yet completed their preparation, and the concentration of these teachers in
schools serving poor, minority, and low-achieving students.

Recently, a number of developments have pointed to a slowing or even a reversal
of these trends. In our 2002 report, we showed a reduction in the number of
underprepared teachers for the first time since class size reduction (Center for the
Future of Teaching and Learning, 2002). In this chapter, we continue the investigation
of trends in the California teacher workforce, discussing the potential impact of
projected slower student growth, a weak economy, and the new federal No Child Left
Behind (NCLB) legislation.

We begin the chapter with a discussion of the definition of underprepared teachers.
Next, we profile the current teacher workforce, highlighting trends in its size and the
distribution of underprepared teachers. We then discuss the factors that drive the
demand for teachers and what changes to expect in these areas in future years. Finally,
we review changes in the state’s recruiting policies and discuss whether the current
level of effort will be sufficient to meet California’s demand for teachers in the future.

Defining an Underprepared Teacher

When local educators are not able to find an individual who has met the state’s
minimum requirements for becoming a teacher — the completion of a teacher
preparation program and attainment of a state credential — they may hire someone who
falls into one of four categories:

®  Pre-interns, who have not yet demonstrated subject matter competency and
who are participating in a program to help them acquire such competency.

= Emergency-permit holders, who may or may not have demonstrated subject
matter competency and may or may not be enrolled in teacher preparation
classes.

= Interns, who have demonstrated subject matter competency and are enrolled
in an intern teacher preparation program.

®  Teachers with waivers, for whom one or more requirements for certification
have temporarily been waived and who may or may not have demonstrated
subject matter competency or be enrolled in teacher preparation classes.

In this report, we use the term “underprepared teachers” to refer to all teachers
who fall into one of these four categories. In doing so, we are using the word literally
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to describe these teachers’ status relative to the state’s minimum requirements. We
recognize that a “prepared teacher,” one who has met the state’s requirements, is not
necessarily an immediately effective teacher; the state recognizes this fact, as well, and
so calls on all new teachers to participate in a 2-year induction program before
receiving a full credential. We should note, however, that underprepared teachers in
California also tend to have less education and to be less experienced than their fully
prepared peers (Esch & Shields, 2002).

We are also aware of a national debate about the importance of a credential in
ensuring teacher quality. This debate has arisen in part because of the uneven research
findings on the relationship between teacher characteristics and student achievement.
One study of secondary mathematics teachers here in California found that, “after
controlling for poverty, teacher experience and preparation significantly predict
[student] test scores” (Fetler, 1999). Similarly, in one extensive review of the literature
on the relationship between credential status and student achievement, it is concluded
that “mathematics students learn more when their teachers have standard mathematics
certification (as compared to private school mathematics certification or no
mathematics certification)” (Wayne & Youngs, 2003). However, the same review finds
no such relationship in the area of English. Similar contradictory findings appear for a
variety of other teacher characteristics, such as course-taking patterns, where some
studies find clear relationships between the kinds of courses prospective teachers take
and the subsequent achievement of their students, and other studies do not (Wilson,
Floden, & Ferrini-Mundy, 2001). Studies have, however, consistently found a
relationship between teacher experience and student achievement — that is, novice
teachers are less effective than their more experienced peers (see Rice, 2003, for a
review).

Within this context, the federal No Child Left Behind legislation defines as “highly
qualified” all teachers who have demonstrated subject matter competency and who
have obtained a credential or are enrolled in an alternative preparation program
leading to a credential. In response, California chose to include interns (not pre-interns,
emergency-permit holders, or teachers on waivers) among the “highly qualified.” This
decision creates an apparent contradiction in state policy since, under state law,
teachers are still supposed to obtain a credential before teaching; yet interns, who have
no such credential, are considered “qualified.” In large part, this definition was
established so that California could comply with NCLB’s requirements. Yet it also
reflects a debate within the state about the significance of formal teacher preparation
and credentialing and the adequacy of alternative routes.

In light of this debate, we include a discussion in this chapter of the composition of
the underprepared teacher workforce, noting what number or percentage of the group
is made up of each relevant subgroup: interns, emergency-permit holders, pre-interns,
and waiver recipients.

Taking Stock of Trends in the Teacher Workforce

In response to the growing number of underprepared teachers in the late 1990s,
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particularly in schools serving high proportions of poor, minority, and low-achieving
students, California policy-makers acted aggressively. In the span of just a few years,
new funds were allotted for teacher preparation and recruitment to increase the supply
of teachers to meet the state’s need. More money was also invested in induction efforts
to retain those teachers who had already entered the profession. In addition, extra
funds were set aside for “hard-to-staff” schools-those with 20% or more underprepared
teachers-to assist them in attracting and retaining fully credentialed teachers. These
investments led to an increase in the number of teacher credentials issued and greater
activity in teacher recruitment and induction throughout the state.

Today, California is in a different position than it was in the late 1990s. The state is
now struggling with a weak economy. Many of the teacher recruitment programs that
were begun a few years ago have seen their budgets cut entirely. The university
systems that are responsible for preparing most of the state’s new teachers are also
facing budget reductions.

The labor market has also changed. Unemployment is up, and many of the once
desirable jobs in the private sector are gone. On one hand, this change could be good
for the teaching profession, since more people might enter or return to what they see as
a more stable profession. On the other hand, the state’s severe budget crisis is
threatening school budgets, and job security for teachers is less certain now, potentially
detracting from the appeal of the profession.

Given these rapid changes, it is difficult to determine whether California is still
facing the same challenges. Is there still a shortage? A distribution problem? What is
the future outlook for the teacher workforce? In the next section, we begin this
discussion by looking at the most recent statewide data on California’s teacher
workforce.

Size of the Teacher Workforce

The mid-1990s saw significant growth in the size of the teacher workforce.
Between 1995-96 and 1998-99, the workforce grew by more than 50,000 teachers, an
average increase of about 16,500 teachers per year, or about 7% annually (see Figure
2-1). This change was primarily the result of increased demand generated by the state’s
class size reduction (CSR) program in grades K-3. This growth slowed considerably in
the early 2000s as CSR reached full implementation and the state economy slowed. In
2003, only about 2,800 teachers were added to the workforce from the previous year,
reaching a statewide total of 309,773 teachers. This represents about 1% growth, closer
to the annual growth rates seen in the early 1990s, before CSR.

The recent slower growth of the overall workforce is reflected in the declining
numbers of first-year teachers. There were almost 26,000 first-year teachers in 2000-01,
compared with about 16,000 in 2002-03, the last year for which data are available (see
next section for more discussion of first-year teachers). It should be noted, however,
that this number is not equal to the number of teachers hired in a given year because it
does not include experienced teachers who were rehired into the workforce after a
period of absence.
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Figure 2-1
California K-12 Teacher Workforce, 1992-93 to 2002-03
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Note: See Appendix B for additional information.

Decline in the Number of Underprepared Teachers

The number of working teachers who had not completed a credential grew as the
1990s drew to a close, eventually reaching a high of 42,427 in 2000-01, or 14% of the
teacher workforce. In the following 2 years, however, this number declined. In 2002-
03, the last year for which statewide data are available, there were 37,311
underprepared teachers, or 12% of the teacher workforce (see Figure 2-2).

An examination of a few large districts indicates that the number of underprepared
teachers may have declined much more in the 2003-04 school year. In the Los Angeles
Unified School District (LAUSD), the state’s largest school district, the number of
underprepared teachers has dropped substantially in the past 2 years, from a high of
10,000 in 2001-02 to about 8,000 in 2002-03 and about 6,000 in 2003-04 (Figure 2-3). On a
smaller scale, similar trends can also be found in other large districts. In Long Beach,
400 fewer underprepared teachers were employed in the 2003-04 school year than in
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the previous year, reducing the total proportion of underprepared teachers in the
district from 21% to 12%. In Santa Ana, about 240 fewer underprepared teachers were
employed in 2003-04, bringing the proportion down from 14% to 6%. And in Fresno,
150 fewer underprepared teachers were employed in 2003-04, bringing the proportion
down from 7% to 3%. (SRI phone survey, 2003)

Figure 2-2
Number of Underprepared Teachers in California, 1997-98 to 2002-03
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Note: See Appendix B for additional information.
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Figure 2-3
Number of Underprepared Teachers in LAUSD, 1998-99 to 2003-04
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A number of factors may be responsible for the recent decline in the number of
underprepared teachers. First, teacher hiring is down overall. As a result, the number
of underprepared teachers hired has declined, as well as the percentage of new hires
who are underprepared, presumably because districts have greater choice among
candidates. As mentioned above, the total number of first-year teachers decreased to
about 16,000 in 2002-03, down from about 26,000 just 2 years earlier. The proportion of
first-year teachers who were underprepared decreased from 50% to 42% in that same
period (see Figure 2-4).

The numbers of underprepared teachers may also be declining because of
increased state efforts to repair and strengthen the teacher preparation “pipeline.” In
the late 1990s, state policy-makers responded to the teacher shortage by stepping up
efforts to prepare teachers, and credential production increased as a result. In addition,
funding was increased for programs aimed at attracting more fully credentialed
teachers and retaining them in the profession. These efforts led to an increase in
teacher recruitment and induction activity across the state and may have played a part
in decreasing the number of underprepared teachers in the state as a whole.
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Figure 2-4
Number of First-Year Teachers, by Credential Status, 1997-98 to 2002-03

30,000 -

26,012 25 542 25,845
23,271
25,000 -
21,418
20,000 -
4
2 16,206
[%]
©
2
%5 15,000
3
Ke)
£
=]
z
10,000
5,000
0 - T T T T
1997-98 1998-99 1999-2000 2000-01 2001-02 2002-03
‘ B Underprepared first-year teachers B Fully credentialed first-year teachers

Sources: CDE (1998b, 19995, 2000b, 2001b, 2002b, 2003b); SRI analysis.

Note: See Appendix B for additional information.

The economy may also be a key factor in the decrease in the numbers of
underprepared teachers. As job opportunities in the private sector shrank, the teacher
workforce may have benefited if displaced workers became teachers or entered teacher
preparation programs. Additionally, the poor economy may have kept more teachers
in the profession, reducing the annual number of new hires.

In 2002-03, NCLB may also have affected the number of underprepared teachers.
A number of CSU campuses report enrolling increased numbers of emergency-
permitted teachers seeking to finish their requirements for the preliminary credential.

Change in the Composition of the Underprepared-Teacher Pool

In addition to an overall decline in the number of underprepared teachers, the
composition of the underprepared-teacher pool has changed as more individuals enter
intern and pre-intern programs. Intern programs are teacher preparation programs for
individuals who are already teaching. Participation in these programs has increased
steadily over the past several years. In 1997-98, 3,706 individuals were participating in
university- or district-run intern programs, or 11% of all underprepared teachers (see
Figure 2-5). Five years later, in 2002-03, there were 7,505 interns, or 20% of all
underprepared teachers. Now the intern program has become a major component of
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California’s response to the requirements of NCLB, and intern numbers are expected to
grow still more in the 2003-04 school year. In LAUSD, for example, intern numbers
have recently swelled to nearly 3,500, a substantial increase from about 1,400 just 2
years earlier.

First introduced in 1998-99, pre-intern programs are designed to assist teachers in
advancing toward teacher credentialing. From 955 pre-interns in 1998-99, or 3% of all
underprepared teachers, the program grew to a high of 9,871 participants in 2001-02, or
24% of all underprepared teachers. In 2002-03, the last year for which statewide data
are available, the number of pre-interns declined slightly to 8,843, again about 24 % of
all underprepared teachers. Because NCLB does not consider pre-interns to be highly
qualified, districts will have little incentive to hire these individuals as teachers of
record from this point forward. As a result, the pre-intern program is likely to decrease
in size and change its focus to helping prospective teachers prepare to pass subject
matter competency exams and enter intern programs. We discuss this issue further in
Chapter 3.

Figure 2-5
Number of Underprepared Teachers, by Participation in Intern and Pre-Intern Programs,
1997-1998 to 2002-03
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Note: See Appendix B for additional information.
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A'look at just first-year teachers shows dramatic changes in the credential status of
new underprepared teachers hired by districts in recent years. In 1997-98, 79% of new
underprepared teachers were emergency-permit holders. By 2002-03, that proportion
had decreased to just 44% (Figure 2-6). Given the changes described above, this
number may drop even more dramatically in 2003-04. Again, LAUSD provides a
striking example. Among new hires in LAUSD this year (2003-04), there are only 32
emergency-permit holders, down from 1,250 just 2 years earlier. These changes reflect
an overall decrease in hiring, as well as an aggressive district policy to reduce the
number of emergency-permit holders in classrooms in response to NCLB.

Figure 2-6
Number of Underprepared First-Year Teachers, by Credential Type, 1997-98 to 2002-03
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Distribution of Underprepared Teachers across the State

The teacher shortage has affected California schools differentially. For several
years, we have tracked how some schools struggle to find and hire fully credentialed
teacher candidates. At the same time, we have shown that some schools have never
been affected by the teacher shortage, even when it was most severe. In 2002-03, the
last year for which state data are available, the inequitable distribution of
underprepared teachers remained. Eighteen percent of California schools had 20% or
more underprepared teachers (see Figure 2-7) and were likely to face serious problems
as a result. For example, these schools probably had to spend disproportionate
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amounts of time and human resources to recruit, hire, and induct new teachers every
year. They also bear the burden of training teachers on the job, usually without
adequate resources to do so. Providing professional development is also a challenge in
schools where more than a fifth of teachers lack even basic training. These and other
issues take time and energy away from the already difficult task of focusing on high-
quality instruction and student learning. It is important to note that high
concentrations of underprepared teachers are not the problem of just a few large
districts. In 2002-03, 12% of districts had an average of 20% or more underprepared
teachers in their schools (see Figure C-1 in Appendix C for full distribution of districts).

Figure 2-7
Distribution of Schools, by School-Level Percentage of Underprepared Faculty, 2002-03
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Fortunately, the number of schools with such high concentrations of
underprepared teachers has declined and is likely to decline even more. In 2000-01,
more than 1,800 California schools had 20% or more underprepared teachers; in 2002-
03, that number had decreased to about 1,400. Given early indications, we expect that
this number will decline still more in the 2003-04 school year. At the same time, the
number of schools that have fewer than 5% underprepared teachers on staff is rising.
After hovering around 1,000 schools in 1999-2000 to 2001-02, this number rose to about
1,240 schools (46%) in 2002-03. Again, we expect that this number will continue to rise
as the teacher labor market softens.
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Although the trends are promising, the historical maldistribution points to an
important problem. The severity of the teacher shortage in future years is not known,
but it is sure to be inequitably distributed across California’s schools. Teacher
qualifications may be improving for the whole state, but it is certain that, without
intervention, some schools will continue to have problems finding and keeping fully
credentialed teachers. Left to fend for themselves in a free market for teachers, these
schools simply cannot compete for the most qualified teachers. In the worst cases,
schools end up hiring many teachers with little experience and few qualifications,
putting their students at a serious disadvantage year after year. Next, we describe the
types of schools and students that historically have shouldered this burden and are
likely to continue to do so in the foreseeable future.

Distribution of Underprepared Teachers across Schools with Different
Characteristics

As in past years, underprepared teachers are still found in disproportionate
numbers in urban schools, low-performing schools, and schools serving high numbers
of poor and minority students or English language learners. The situation is
improving, but the most recent data still show a troubling discrepancy.

Overall, urban districts are more likely to have high concentrations of
underprepared teachers, although this disparity has been improving somewhat over
the past few years. In 2002-03, urban schools had an average of 12% underprepared
teachers on staff, compared with 10% in suburban schools and 7% in rural schools (see
Figure C-2 in Appendix C for the distribution of underprepared teachers by urbanicity
over time).

A similar trend can be found in the data for schools with high percentages of
minority students. Over time, schools serving high proportions of minority students
(more than 90%) have seen a decrease in the percentage of underprepared teachers.
However, the most recent numbers still show a substantial maldistribution: in 2002-03,
high-minority schools had an average of 20% underprepared teachers on staff, while
low-minority schools had an average of only 4% (Figure 2-8). Although the differences
are not as dramatic, we also see the same trend among schools of different poverty
levels (see Figure C-3 in Appendix C for the distribution of underprepared teachers
over time by school poverty level).
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Figure 2-8
Distribution of Underprepared Teachers, by School-Level Percentage of Minority
Students, 1997-98 to 2002-03
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Note: See Appendix B for additional information.

Schools with the lowest scores on the state’s Academic Performance Index also
have the greatest average percentage of underprepared teachers. This has been the case
for four school years (every year for which the API system has been in place). Over
time, the situation has gotten slightly better: in 2002-03, the lowest-achieving schools
had 18% underprepared teachers, on average, down from 23% in 1999-2000 (Figure 2-
9). This trend is encouraging, but policy-makers must still take note of the implications
of the historical pattern: those schools that are most in need of well-trained, effective
teachers have chronically also had the greatest percentages of teachers who do not meet
the state’s minimum requirements for even a preliminary credential. In this era of high
standards and high stakes for all students, this pattern hardly indicates a level playing
field.
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Figure 2-9
Distribution of Underprepared Teachers, by School-Level APl Score,
1999-2000 to 2002-03
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Note: See Appendix B for additional information.

Among schools with high percentages of English language learner (ELL) students,
we again see an improving, but still troublesome maldistribution. English language
learners are a significant and growing group of students: California schools served
approximately 1.6 million English language learners in 2002-03, an increase of almost
18% from 1995-96 (see Figure C-4 in Appendix C for growth in ELL student enrollment
over time). In those schools with student populations of 40% to 100% English language
learners—roughly a quarter of all schools in the state—there were an average of 16%
underprepared teachers in 2002-03 (Figure 2-10). This compares with only 7%
underprepared teachers in schools serving fewer than 6% English language learners.
This percentage of underprepared teachers is an improvement from school year 1999-
2000, during which schools serving high proportions of English language learners had
an average of 22% underprepared teachers. Although this inequitable distribution has
improved in recent years, the issue continues to raise serious questions about the way
that human resources are distributed in California schools. English language learners
are one of the highest-need student populations, yet as a whole they continue to have
the least prepared teachers to assist them.

The Center for the Future of Teaching and Learning 20 The Status of the Teaching Profession 2003



Figure 2-10
Distribution of Underprepared Teachers, by School-Level Percentage of English
Language Learners, 1998-99 to 2002-03
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Overall, then, we see a persistent picture of the type of school that is most likely to
have a high concentration of underprepared teachers and the problems associated with
it. Those schools serving high percentages of low-performing, minority, or poor
students or English language learners are most likely to be staffed by higher
percentages of teachers without full credentials. And although the situation appears to
be improving somewhat, the historical patterns are discouraging. In general, we see
that as the number of underprepared teachers has fluctuated over the years, schools
serving the most vulnerable student groups have been most affected. During the same
period, schools serving their higher-achieving, more affluent peers have managed to
maintain relatively constant and low numbers of underprepared teachers.

Distribution of Underprepared Teachers across Different Subject Areas

Besides being concentrated in certain types of schools, underprepared teachers
have historically been concentrated in certain subject areas. Fully credentialed
elementary teachers, in especially short supply during the years in which CSR was
implemented, seem to be increasing gradually in number. In recent years, however, the
state has seen increased shortages of math and science teachers (Table 2-1).
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Table 2-1
Percentage of Underprepared Teachers, by Assignment, 1997-98 to 2002-03

Assignment 1997-98 | 1998-99 |1999-2000| 2000-01 2001-02 | 2002-03
Elementary 11% 12% 13% 13% 12% 10%
All secondary 6% 7% 9% 10% 1% 10%

Math 5% 7% 11% 12% 14% 15%
Physical science 5% 8% 10% 11% 11% 13%
Life science 5% 6% 9% 10% 10% 12%
English 3% 4% 7% 8% 9% 8%
Social science 3% 3% 5% 5% 6% 6%
Special education 13% 10% 14% 17% 18% 18%

Sources: CDE (1998b, 1999b, 2000b, 2001b, 2002b, 2003b); SRI analysis.

Note: See Appendix B for additional information.

Fully credentialed special education teachers have for many years been in very
short supply, and the situation shows no signs of improvement. Special education
students are an important—and growing—segment of California’s student population.
In 2002-03, there were more than 675,000 special education students, up from 550,000 in
1994-95 (see Figure C-5 in Appendix C for growth in special education enrollment over
time). In 2002-03, there were more than 36,000 full-time special education teachers in
the state, 18% of whom did not hold full credentials. Although this percentage has
been fairly stable over the past few years, the number of underprepared special
education teachers has grown along with the student population, from 5,800 to 6,400
since 2000-01.

The problem appears to be aggravated in schools serving high proportions of
minority students. In 2002-03, in schools serving 91% to 100% minority students, 22%
of special education teachers were underprepared (Figure 2-11). This compares with
just 6% of special education teachers in schools with small minority student
populations. The pattern is similar when the data are disaggregated by the percentage
of students in the school receiving free or reduced-price lunch or by the school API
score. (See Figures C-6 and C-7 in Appendix C for distribution of underprepared
special education teachers by school-level API score and percentage of students
receiving free or reduced-price lunch.)
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Figure 2-11
Distribution of Underprepared Special Education Teachers, by School-Level
Percentage of Minority Students, 2002-03

25%

22%

20% -

15%

10%
10% +

6%

5% -

Average percent of special education teachers without full credentials

0% -
0-30% minority 31-60% minority 61-90% minority 91-100% minority

Sources: CDE (2003b, 2003c, 2003d, 2003f); SRI analysis.

Again, it is important to note that special education students, like their general
education peers, are expected to meet the state’s rigorous content standards.

Looking Ahead: Future Demand for Teachers

We have shown that after a period of sharp growth and an increasing shortage of
fully prepared teachers, workforce trends are shifting. The demand for first-year
teachers is down, and the number and percentage of underprepared teachers are
decreasing. We have noted that there are many forces, ranging from economic shifts to
the introduction of new federal policies, that have influenced these trends in recent
years. Looking ahead, these same factors should continue to have an impact. NCLB’s
requirement that all core teachers be highly qualified by 2005-06 means that hiring
teachers on emergency permits is an increasingly untenable option for districts. This
policy will continue to fuel the demand for fully credentialed teachers and is likely to
contribute to a continued decrease in the percentage of underprepared teachers. The
future of California’s economy is less certain, but clearly changes in the state labor
market and state revenues could have very significant impacts on teacher demand in
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either direction. The uncertain impacts and complex interaction of these policy and
economic factors make it difficult to project future trends with much accuracy. We can,
however, examine with more certainty two key demographic trends that will have
implications for the future demand for teachers: student enrollment and teacher
retirement.

A key factor in driving the demand for teachers is simply the number of students
in the state’s schools. The sharp increase in the demand for teachers during the 1990s
reflected a growth in student enrollment. In 2001-02, there were approximately
6,068,900 students in California schools, an increase of 25% from 11 years earlier (Figure
2-12). However, enrollment growth is expected to slow over the next few years, with
enrollment peaking in 2007-08 at around 6,335,500 students. This slowing growth
means that student enrollment will not be a factor in raising the demand for new
teachers through the next decade as it has over the past decade.

Figure 2-12

Actual and Projected K-12 Public School Enroliment in
California, 1990-91 to 2011-12
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Note: Data for 1990-91 to 2001-02 are actual numbers; data for 2002-03 to 2011-12 are projections
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Although overall student enrollment will flatten, the pattern will not be consistent
throughout the state, and in certain areas and grade levels, student enrollment is even
expected to grow. At the elementary level, enrollment growth is projected to decline
about 1% over about the next decade (California Department of Finance, 2002). At the
secondary level, however, enrollment will grow until 2009, increasing by about 17%
from 2001. This change will generate a greater demand for single-subject teachers,
particularly in those subject areas that are already struggling to find fully credentialed
teachers (e.g., math and science).

In some areas, particularly smaller rural counties, enrollment is projected to
decline. In four counties-Del Norte, Sierra, Siskiyou, and Trinity-enrollment is
expected to decrease by at least 20% over the next decade. During the same period,
Orange, Riverside, and San Bernardino counties combined will increase by close to
160,000 students, or about 13%. Los Angeles, the county with the greatest student
enrollment, will see a slight decline over the next decade or so. These differences point
to the need for a regional approach to staffing schools. Although student enrollment
will generate less demand for teachers in the state as a whole, some areas will need to
plan for significant increases in demand.

The second demographic factor that influences the demand for teachers is the rate
at which teachers leave the workforce, either at retirement age or before. For several
years, the average retirement age for teachers has remained consistently around 60 or
61 years. Statewide workforce data show that a large number of teachers-about 21,000~
are 60 years or older, at or very near the average retirement age (Figure 2-13). Another
40,000 are between the ages of 55 and 59. More than 100,000 teachers-37% of
California’s teacher workforce-are 50 or older and likely to retire in the next decade or
so0, creating open positions that need to be filled.!

1 Of course, many teachers also leave the profession before retirement age. In California, there is no data system that
can track individual teachers over time, making teacher attrition a notoriously difficult number to calculate.
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Figure 2-13
Age Distribution of Teacher Workforce in California, 2002-03
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These demographic trends, then, suggest a mixed story. Relatively stable student
enrollment, on its own, would maintain a relatively level demand for teachers. In
contrast, the pending retirement boom is likely to increase the demand for teachers,
perhaps substantially — creating 100,000 job vacancies in the next 10 years.

The Policy Dilemma: How to Respond to Trends in the Teacher
Workforce

In response to the shortage of fully prepared teachers across the state,
policy-makers put in place a number of initiatives to grow and strengthen the teacher
workforce. Now that the number of underprepared teachers is declining, and in the
face of significant budget cuts, how will policy-makers respond?

Perhaps the clearest indication of policy-makers’ response is in the area of teacher
recruitment. Seeking to address the teacher shortage of the late 1990s, the state
launched an aggressive campaign of recruitment initiatives. The passage in 1997-98 of
SB 824 (CalTeach) marked the beginning of the state’s commitment to recruitment and
led to the addition of three more programs and the augmentation of two others in 1999-
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2000. At the peak of allocations in fiscal year 2000-01, policy-makers slated $151.6
million for these programs.

These state funds went to a variety of programs, each targeting different aspects of
the recruitment and hiring process. Some funds targeted expanding and enhancing
statewide and local teacher recruitment efforts. For example, the Teaching as a Priority
Block Grant Program (TAP) provided block grants to districts with API rankings of 1 to
5 to implement recruitment strategies for hiring more credentialed teachers. The
Teacher Recruitment Incentive Program (TRIP) opened six regional teacher recruitment
centers whose services were available to all districts. The California Center for
Teaching Careers (CalTeach) provided outreach and advertising at a statewide level.
Other state funds went to easing the financial burden of teacher preparation: the Cal
Grant T and the Governor’s Teaching Fellowship provided financial assistance to
students in teacher preparation programs, while the Assumption Program of Loans for
Education (APLE) assumed student loans for teachers in shortage areas at designated
schools.

In the past year, nearly all state-funded recruitment programs have had their
funding cut (see Table 2-2) and have been forced to eliminate or significantly reduce
their activities. For example, leftover TRIP funds will still be spent until the end of the
2003-04 fiscal year, but with no new allocation, all six of the regional recruitment
centers will eventually disappear. The budget allocation for CalTeach has also been
eliminated, although prospective teachers can still use the CalTeach Web site and Ed-
Join to apply for jobs.

APLE is the only recruitment program that has not been touched by the state’s
financial problems. From 2001 to 2003, 13,000 awards were allotted, and the state
authorized another 7,700 loans in the 2003-04 budget. The Governor’s Teaching
Fellowship has been folded into the APLE program, and APLE may also assume some
of the burden from the now-defunct Cal Grant T program.
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Table 2-2
State-Sponsored Recruitment Program Funding, 1998-99 to 2003-04

Budget allocation (in millions)

1999-
Program Description 1998-99 | 2000 |2000-01|2001-02 | 2002-03 | 2003-04
California
Center for Career center, outreach and
Teaching advertising $2.0 $2.0 $11.0 $11.0 $2.0 $0.0
Careers
Provides tuition and fee
assistance to students in
Cal Grant T teacher preparation $10.0 $10.0 $10.0 $10.0 $6.0 $0.0
programs
Teacher S
Recruitment| Six regional teacher ) i
Incentive recruitment centers $9.4 $9.4 $9.4 $0.0
Program
Teaching as .
a Priority Block grants to districts for ) )
Block Grant | recruitment activities $118.7 $0.0 $88.7 $0.0
Program
Governor's Provides tuition and fee
. assistance to students in
;eﬁcmnr? teacher preparation B B $3.5 $21.1 $0.0 $0.0
ellowship programs
Assumption | Assumes student loans of
Program of | teachers who agree to . . . o
Loans for teach in shortage subjects $2.1 $2.1 $5.0 $11.7 | 20.5 $30.0
Education or designated schools

Sources: CFTL (2002) CalTeach (2003); California Student Aid Commission (2003); Legislative Analyst’s Office (2003); CDE
(2003r).

* Represents expenditures, not budget allocation.

**Originally funded at $22.3 million, then reduced to $20.5 million in the midyear revision.

Given the scant reporting requirements of some of these programes, it is difficult
even to ascertain exactly how much of the money was spent. It is clear, however, that
these programs did generate recruitment activity during their time. In 2002-03, the
block-granted TAP funds reached nearly 60% of the eligible districts and charter
schools (349 districts and 15 charter schools in total). Through our case studies, we
found that districts used TAP funds in a variety of ways, including signing bonuses to
secure early commitments from teachers, recruitment visits to lure distant candidates,
reimbursement of moving expenses, and, at one school site, support for veteran
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credentialed teachers attending relevant conferences. TAP has also been employed to
recruit teachers with specific credentials, such as CLAD and special education, to work
in hard-to-staff schools.

One large urban district used funds to increase the capacity of its human resources
department, facilitating more efficient processing of applicants and reducing the
number of frustrated job seekers. In some smaller districts, TAP money was used to
expand the role of central district officials in recruitment efforts, funding travel to
locate and interview candidates and creating local pipelines through the development
of relationships with teacher education programs. These changes have eliminated
duplication of efforts by multiple schools in the same district, freeing up time that
principals and other site administrators must ordinarily dedicate to recruiting new
staff.

Our case studies revealed that districts also took advantage of TRIP’s regional
recruitment centers in different ways. Although TRIP’s services were available to all
districts, it appears that hard-to-staff districts sought their assistance more often for
help with substantial challenges, while more desirable districts tended to use the
centers only to fill particular positions. One large urban district used the recruitment
centers to find enough applicants for its openings, while another smaller, hard-to-staff
district employed the resources to gain more visibility. The recruitment centers have
also assisted some districts by centralizing several key recruitment needs for districts
strapped for time, funds, and personnel.

Cost-intensive efforts, such as media advertising, Web site development, and job
fairs, were also assumed by the recruitment centers. One rural superintendent noted
that in addition to producing job fairs, his regional recruitment center had also sent him
a large number of teacher referrals. Meanwhile, in one large urban district, TRIP was
used to launch an in-house recruitment center within the district office, allowing the
district to offer early contracts to “cream of the crop” applicants, 60% of whom
accepted their offers.

It is too early to speculate whether diminished demand for teachers will offset the
impact of recruitment budget cuts, but the loss of these funds certainly threatens the
progress that has been made and the stability of the infrastructure that has been built.
Systems and networks developed over the past several years may be weakened as
recruitment centers close and outreach and advertising budgets evaporate. Given
historical problems in staffing, the outlook for low-performing schools does not appear
promising. Similarly, teacher shortages in special education, math, and science will
most likely persist without additional attention and funding directed toward resolving
the problem.

Districts have already begun to contemplate what the budget cuts will mean for
their recruitment operations. An urban district’s director of human resources
expressed particular concern about the impact of the budget cuts on the district’s ability
to find the teachers it needs. “I worry about next year,” she said. “Losing TRIP money
will be a big deal. Deinvesting in HR [human resources] is bad. We have a higher
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investment in HR than ever. We bring technology on as quickly as we can, and just as
fast they downsize us.” She believes that she may be able to maintain the capacity of
the human resources department through improved technology and other productivity
measures, but total elimination of the state programs for recruitment will be very
damaging. For this district, the end of TRIP will mean a loss of external recruitment
capacity, and the cancellation of TAP will eliminate the $1,000 signing bonus. When
the economy recovers, this district and other hard-to-staff districts will be at a
disadvantage because they will not have the capacity they have now and will face more
competition for teachers.

Eliminating funding for recruitment programs presents problems for compliance
with federal accountability measures, as well. With the demand of the No Child Left
Behind Act to place a “highly qualified” teacher in every classroom, districts may be
hard-pressed to fulfill the requirements of the legislation. Their ability to meet NCLB’s
standard was in doubt even with the recruitment programs. These shortfalls will
disproportionately affect those districts that serve the state’s lowest-performing students.

Although schools and districts will not experience the effects immediately (because
much of the money won’t be exhausted until after the 2003-04 fiscal year), drastic
reductions in recruitment funding are ill-advised. Policy-makers will need to consider
the effects of NCLB, an expected growth in retirements, and differential student growth
across the state when deciding on recruitment policy. As we have discussed earlier in
this chapter, it appears there will still be a demand for teachers in the future, especially
for those with credentials.

Conclusion

Clearly, California is in flux with regard to teacher supply and demand. New state
and federal policies, economic problems, and changing demographics all have
contributed to shifts in the numbers of teachers needed and hired, and subsequently to
changes in the qualifications and distribution of teachers in the state. Looking ahead,
these same factors will continue to play a role in the demand for teachers and will need
to be considered by policy-makers as they seek to ensure that adequate numbers of
teachers are available to staff California’s schools.

Of course, even if the number of fully credentialed teachers grows, such growth does
not ensure parity in teacher quality across all classrooms. As we have seen, teachers do
not distribute themselves evenly across California’s schools. Rather, some schools have
great difficulty attracting fully credentialed teachers, and many teachers would probably
choose no job at all over a job in what they perceive as a highly undesirable school. In
certain key areas — mathematics, science, and special education —severe shortages
remain. To have the best chance at staffing all classrooms with a competent teacher, the
state as a whole needs a supply of teachers that exceeds the total number of available
teaching positions each year. In this era of increased state, federal, and public pressure to
improve student achievement, only an oversupply of teachers can ensure that the best
teachers are recruited into the classroom to help all students perform up to California’s
world-class standards.
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To accomplish these daunting goals, California policy-makers have a difficult job
ahead of them. A critical lesson of the late 1990s is that, if untracked and unplanned,
the supply of teachers can drop far below what is needed to meet the demand in the
state’s schools and lead to the hiring of thousands of teachers who are not fully
prepared to meet the needs of their students. Although the supply of qualified teachers
now appears to be somewhat closer to the demand, and despite the state’s current
economic crisis, the issues of teacher demand and distribution must not be neglected
again. The state’s recent investments in growing the teacher workforce provided some
promising returns, but that progress is now threatened as the budget crunch has forced
the state to reverse its teacher recruitment strategy. These decisions could be errors
with repercussions that are felt long after the state rebounds, especially given the high
number of teachers that are expected to retire in the next 10 years. As in the past, any
future shortages are certain to be most intensely experienced by low-performing
schools and districts and in chronic shortage areas, such as special education and math.
Given limited available funding, it may appear foolish to invest now in tracking
changes in teacher demand and distribution and reestablishing costly policies to
address these issues. However, such investments may prevent California from reliving
the dire teacher shortages of the 1990s in the future. We now turn to the topic of
teacher preparation.
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3. Teacher Preparation

Policy Update

»  The No Child Left Behind Act (NCLB) and SB 2042 are efforts to improve
teacher quality that are likely to place greater demands on the preparation
system. At the same time, budget cuts and resulting campus-level decisions are
likely to limit program capacity and possibly student enrollment.

Production of New Teachers

* Policy-makers responded to the rising demand for new teachers by increasing
the capacity of the teacher preparation system, including alternative-route
programs. The result was an increase in new credentials, from just under 13,000
in 1994-95 to just over 23,000 in 2001-02. This number is expected to remain
high in the short term but may drop if demand for teachers is perceived as
lessening or budget cuts limit capacity.

* The production of special education teachers has not risen as much as the
production of general education teachers. The small growth in special
education credentials has been largely in intern credentials rather than
preliminary credentials.

* Intern programs have grown in funding and participants in recent years and
may continue to do so as underprepared teachers are pressured to get intern
credentials under NCLB. Pre-intern programs grew for a time but are now
expected to shrink or change since pre-interns are not considered “highly
qualified” under NCLB.

Teachers’ Experiences in Teacher Preparation

= Participants in all routes give mixed reviews of their teacher preparation
coursework. Alternative-route teachers report being especially burdened with
the demands of simultaneously teaching and taking courses.

= The quality of the student teaching experience varies across all routes.
However, alternative-route teachers student teach in the classroom of a veteran
teacher less often and collaborate with and observe their supervising teacher
less often.

= Unlike fully credentialed teachers who are eligible for BTSA, pre-interns and
teachers on emergency permits typically do not receive mentoring or other
formal on-the-job supports in their first years. Most interns, however, are
provided with a mentor, although the quality of the experience varies.

Quality of Teacher Preparation

= Many teachers feel that, overall, they were adequately prepared by their
preparation program, but few feel their preparation helped them a lot. In
general, traditional- and alternative-route teachers rate the quality of their
preparation about the same.

=  Few teachers feel well prepared to use assessment data, adapt instruction for
special education students, and meet instructional needs of all the students at
their school, including English language learners.
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As we documented in the preceding chapter, after school year 1996-97, the demand
for teachers expanded dramatically and classrooms were filled with tens of thousands
of teachers who had not yet completed —or, in many cases, had hardly even begun —
their teacher preparation. The impact on the system of teacher preparation was
immediate and profound. Many preparation programs were flooded with candidates
who were already classroom teachers and who were looking for assistance on how to
teach tomorrow. Incentives for students to complete their programs before entering the
profession simply disappeared on many campuses as job offers came flooding in from
local district administrators desperate to find an adult to head each classroom.

On the policy front, institutions of higher education came under pressure to increase
the number of new credential recipients and to increase the quality of their preparation
programs. In response, teacher preparation programs across the state, especially those
in the California State University System, increased the production of candidates, made
programs more flexible, developed “blended” undergraduate preparation programs,
increased opportunities for undergraduates to enter the teacher pipeline, and began to
pilot performance assessments for their candidates. The state also invested in the
expansion of alternative routes into the profession in the form of intern and pre-intern
programs to support working teachers without full credentials and assist them in
taking the steps to complete their preparation.

In this chapter, we update what is known about these different trends in the context of
the shifting demand for teachers we outlined in the preceding chapter. We begin with a
discussion of current policy developments. We then look at the trends in the production
of teachers entering the profession through different routes. Third, we describe teacher
candidates” experiences as they move through the system of preparation. Fourth, we
report teachers” perceptions of the effectiveness of their preparation. We conclude with a
discussion of how policy-makers might rethink alternative certification.

Policy Update

Within the current changing political and economic contexts, teacher preparation
programs are facing a series of conflicting challenges. The federal No Child Left
Behind (NCLB) provisions may be increasing pressure for underprepared teachers to
complete their programs. The implementation of SB 2042 will push programs to raise
the bar for students to get their credentials. Recent budget cuts will leave higher
education faculty with fewer dollars to meet these challenges.

No Child Left Behind

NCLB seeks to ensure that all children are taught by a “highly qualified” teacher. The
specific provisions and implementation timeline are different for different teachers,
depending on whether they are new to the profession or not; whether they teach
elementary, middle, or high school; and whether they work in a program supported by
Title I funds. Generally, all teachers in core subject areas (English, mathematics, science,
foreign language, social science, and arts) are required to have a full credential or be
working to obtain a full credential while participating in a structured intern program by
the year 2005-06.
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This legislation signals important changes for districts, teachers, and teacher
preparation programs. To maintain critical Title I funding, districts are under increased
pressure to hire only highly qualified teachers. In turn, pre-interns and teachers on
emergency permits or waivers are being pressed to get their credentials or at least enter
an intern program as quickly as possible, or risk losing their jobs. At the state level, the
California Commission on Teacher Credentialing (CTC) is under pressure to stop
issuing emergency permits and pre-intern certificates to be in alignment with the
federal law. In addition, under NCLB, all multiple-subject teachers now must pass a
Commission-approved subject matter test (currently the California Subject Examination
for Teachers: Multiple Subjects [CSET]). No longer will prospective elementary school
teachers be able to demonstrate subject matter competency through coursework.

SB 2042 and the Teaching Performance Assessment

Passed in 1998, SB 2042 made significant changes to the structure of the teacher
credentialing process. The new credentialing system (scheduled for implementation in
2004) consists of two parts: teacher preparation and induction. Teacher preparation
involves the courses and assessments teachers take to earn a preliminary (Level I)
credential, and induction occurs during the first 2 years of teaching, when teachers take
courses and the assessments necessary to earn a professional (Level II) credential.

SB 2042 includes a mechanism to assess the quality of teacher candidates by requiring
prospective teachers to pass a Teaching Performance Assessment (TPA) before earning a
preliminary credential. The state funded the Educational Testing Service (ETS) to develop
the TPA, which will produce both formative and summative assessment data. The TPA
can be used by any preparation program in the state —although programs are free to
develop their own comparable assessment, as long as it is approved by the CTC. The
assessment is based on the Teaching Performance Expectations (TPEs), which mirror the
California Standards for the Teaching Profession and consist of four performance tasks
based on the themes of: (1) Principles of Developmentally Appropriate and Content-
Specific Pedagogy, (2) Connecting Student Characteristics to Instructional Planning, (3)
Classroom Assessment of Learning Goals, and (4) Lesson Design, Implementation, and
Reflection after Instruction. For the first three tasks, teachers’ responses must be based on
real students they are teaching; for the fourth task, they are observed in the classroom.

Although the TPA holds great promise for providing significantly better information
on prospective teachers” skills and knowledge, the TPA program will place a significant
burden on preparation programs. The CTC and ETS will train assessors for the first 2
years of implementation, but after that preparation programs must take over the task of
training and calibrating assessors. At the same time, programs may need to invest
additional resources to strengthen and align program content and prepare candidates to
do well on the test. It is unclear how the state’s teacher preparation programs will find
the resources to implement the assessment, especially in today’s budget climate. Full
implementation of the TPAs was expected by January 2004, but recently the CTC
decided to postpone implementation until the state’s budget situation improves.
However, teacher preparation programs are encouraged to continue with voluntary
implementation of the TPAs.
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Budget Cuts

At the same time that state and federal policies are likely to increase the demands on
the system of teacher preparation programs, the state’s budget problems are likely to
make it increasingly difficult to meet those demands. As the largest producer of
teachers in the state, cuts to the California State University (CSU) budget may limit the
system’s capacity. At the same time, a sharp rise in student fees may prevent some
students from enrolling in preparation programs.

According to CSU, the system has already admitted more students than it can afford
for the fall and winter 2003 terms and may need to deny admission to as many as
30,000 students in the spring 2004 term. CSU campuses have been admonished not to
exceed enrollment targets and further compromise quality in already underfunded
programs. Unlike in previous years, teacher preparation programs are no longer
exempt from the enrollment targets. Besides enrollment, CSU expects additional
impacts, including “larger and fewer classes, reduction of 2,300 staff and faculty
positions, no salary increases for management employees and executives in 2003-04,
and no salary increase for any employee in 2004-05” (CSU, 2003a). In addition,
undergraduate student fees will increase by $474 annually, to a total of $2,544.
Graduate fees will increase by $522, to $2,256 (CSU, 2003b). Both the University of
California system and the state’s community colleges will face similar budget cuts and
tuition increases. Because spending decisions at the program level are typically
decided at each campus, it is difficult to say precisely how these cuts will affect teacher
preparation programs. However, it is reasonable to expect that some teacher credential
candidates may have difficulty accessing the classes they need, while others may have
difficulty paying the higher tuition.

Production of New Teachers

In the 1990s, when demand for new teachers was still rising and the state economy
was robust, the state enacted a number of policy efforts to increase the capacity of the
teacher preparation pipeline. These efforts paid off, increasing the overall production
of new credentials and expanding the capacity of alternative-route programs to support
and prepare working teachers who did not have full credentials.

The increase in credential production, coupled with the decreased demand for new
teachers discussed in Chapter 2, has put the state closer to having enough fully
credentialed teachers to staff its classrooms. Unfortunately, the story isn’t all positive:
the production of special education teachers hasn’t kept up with that of general
education teachers, and there are still a great number of working pre-interns and
emergency-permit teachers who have yet to even begin a teacher preparation program.
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In this section, we present data on how the production of new credentialed teachers
has increased over the past several years and compare this progress with disappointing
trends in the production of special education teachers. We also examine trends in the
numbers of teachers participating in an intern or pre-intern program. We follow this
with a discussion of several policy and economic factors that are likely to influence the
production of new credentials and the size of the intern and pre-intern programs in
future years.

New Credentialed Teachers

Overall, the state has gone from a low of just under 13,000 new credentials produced
in 1994-95 to a high of just over 23,000 new credentials produced in 2001-02 (the most
recent year of data). The data show that the CSU system has responded to the state’s
teacher shortage by increasing its production of newly credentialed teachers. In
addition, the private sector has increased its production of newly credentialed teachers
at about the same rate as the CSU system. However, the University of California
campuses have continued to produce roughly the same small number of newly
credentialed teachers. Figure 3-1 shows the trends over time.

Figure 3-1
First-Time, New-Type Multiple- and Single-Subject Credentials: 1992-02
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Over the past decade, the growth in production has been fairly steady among
campuses serving high-need districts, with a dramatic increase in recent years. CSU
campuses in the Los Angeles basin and the San Francisco Bay Area increased their
production by more than 33% from 2000-01 to 2001-02.
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Much of the increase in the production of newly credentialed teachers in the private
sector came from the expansion of the programs at National University and Chapman
University. The growth of the National and Chapman teacher education programs
appears to be a result of their responsiveness to the needs of career changers and
emergency-permit holders who work full-time while earning their credentials.
Although comparatively expensive, these independent programs are considered more
“user friendly,” offering classes at many locations at convenient times. In addition,
these two programs have the flexibility to expand course offerings so that the classes
that credential candidates need are always available.

New Special Education Teachers

The trend in the production of special education teachers has not matched the
growth of single- and multiple-subject credentials. As we reported in the preceding
chapter, about 18% of all special education teachers (nearly 6,500 teachers) do not have
at least a preliminary credential. As Figure 3-2 illustrates, the production of special
education teachers has gone up a little, but it is still very small compared with the need.
The growth in special education credentials has been largely in intern credentials. In
fact, the production of fully credentialed special education teachers has actually
decreased over the past few years as demand has risen.

Figure 3-2
First-Time, New-Type Education Specialist Credentials Issued,
1997-98 to 2001-02
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The fact that almost one in five special education teachers do not hold at least a
preliminary special education credential is critical because of the specialized knowledge
and skills needed to work with this population of students. Specifically, special
education teachers need to be aware of legal issues surrounding the federal Individuals
with Disabilities Education Act (IDEA), which requires that special education students’
needs be met through an individualized education program (IEP). Special education
teachers also need a wide repertoire of instructional strategies through which to meet IEP
goals. In addition, general education teachers frequently rely on special education
teachers as a source of information on how to assist students in meeting IEP goals. In the
absence of training across these areas, underprepared teachers face real challenges in
special education classrooms, as the story of Nancy demonstrates.

The Challenges of an Underprepared Special Education Teacher

Nancy is an intern in her third year of teaching special day classes at a high school in a rural district.
Despite not having completed her special education credential, she is the most experienced and
most highly trained teacher in the department of three teachers; the others are also underprepared
and are in their first or second year of teaching. There is a schoolwide focus on aligning instruction
to standards, so the special education department looked at students’ average performance level,
which was fourth grade, and decided to teach all students to fourth-grade standards. For example,
the department purchased a relatively scripted math program in which students complete a
worksheet each day to spiral through the curriculum. Nancy has different students work on different
worksheets from the fourth-grade sequence. After the start of the year, Nancy provides no explicit
instruction, instead walking around and monitoring students’ progress through their fourth-grade
worksheets.

People knowledgeable about special education would be likely to criticize the strategy of teaching all
high school special education students to fourth-grade standards. Since not all students are
functioning on a fourth-grade level, work is not tailored to students’ IEPs. Furthermore, Nancy hands
out worksheets without providing the instruction suggested by the curricular series. Unfortunately,
none of the underprepared special education teachers at this school are aware of the problems of
this approach, and they do not have the background, knowledge, or skills to develop a more suitable
educational program. Although this example is somewhat extreme, it highlights the potential
problems of having a high percentage of underprepared special education teachers.

The state has made substantial efforts to eliminate the use of emergency-permit
teachers in general education but has not made as much progress among special
education teachers. At the same time, the CTC plans to continue to grant emergency
permits for special education teachers.

Interns

Interns are working teachers who participate in structured programs to complete the
coursework and other requirements for a full credential. Since intern programs were
first introduced in 1994, participation has grown steadily. As Table 3-1 illustrates,
funding for intern programs increased dramatically from 1994-95 to 2001-02. Budget
cuts in the 2002-03 school year reduced state support for the intern programs, but most
programs were able to find resources from other funding streams to continue the
increasing participation trend.
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Table 3-1
Internship Program Participation and Funding Trends

Number of Number of

funded interns Number of Funding
Fiscal year programs served districts involved (millions)
1994-1995 29 1,238 150 $2.0
1995-1996 23 1,471 178 $2.0
1996-1997 23 1,888 186 $2.0
1997-1998 52 3,706 271 $4.5
1998-1999 58 4,340 330 $6.5
1999-2000 65 4,827 408 $11.0
2000-2001 75 5,649 465 $21.5
2001-2002 81 7,236 594 $31.8
2002-2003 79 7,505 762 $18.8
2003-2004* 77 8,807 Approx. 800 $22.0

Sources: CI'C (2001e, 2001f, 2003g).

*Estimated numbers.

Pre-interns

Pre-interns are working teachers who participate in programs designed to help them
meet the requirements for entering an intern program. They are not yet enrolled in a
teacher preparation program. Starting in 1998, the number of pre-intern programs and
participants grew rapidly for four consecutive years, with more than 10,000
participants during the 2001-02 school year. However, during the 2002-03 school year,
both the number of participants and the number of programs shrank. The programs
are expected to shrink even more during the 2003-04 school year, for at least three
reasons. First, pre-interns do not meet the “highly qualified teacher” requirement of
the federal No Child Left Behind Act. Second, funding for the programs during the
2003-04 school year was reduced. Finally, the easing of the state’s teacher shortage has
meant that districts are less likely to have to hire teachers who have not met subject
matter requirements. However, until NCLB has been fully implemented, pre-intern
funds can continue to be used to move working underprepared teachers toward
enrolling in an intern program. Table 3-2 illustrates the trends in pre-intern program
participation and funding.
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Table 3-2
Pre-intern Program Participation and Funding Trends

Number of funded Number of Number of Funding
Fiscal year programs pre-interns served | districts involved (millions)
1998-1999 18 955 41 $2.0
1999-2000 43 5,800 316 $11.8
2000-2001 59 7,694 330 $11.8
2001-2002 69 10,534 410 $11.8
2002-2003 58 8,843 N/A $17.7
2003-2004* 48 5,200 N/A $10.3

Sources: CI'C (2001e, 2201f, 2003g).

*Estimated numbers.

Looking Ahead: The Future Production of New Teachers

Looking ahead, what can we expect in terms of the production of new teacher
candidates? Again, there are some countervailing forces. NCLB is expected to have an
impact on the number of new teachers seeking credentials. Already, preparation
programs are seeing increasing demand for courses as some emergency-permit
teachers scramble to become NCLB compliant. Also, in spring of 2003, many districts
handed out “pink slips” to teachers because of an uncertain future. As the most likely
not to be rehired, either because of NCLB or because of budget cuts, emergency-permit
teachers were often motivated to get their credentials in order. Sean’s story is an
example.

Motivated to Complete a Credential Program

Sean is on an emergency permit and takes teacher preparation classes at National University. In fall
of 1998, his first year of teaching, he took the MSAT and failed. He continued taking courses at
National University and by fall of 2002 had completed all of his coursework requirements for a
teaching credential. However, during his 4 years of teaching, he had never attempted to retake the
MSAT and therefore had not demonstrated the subject matter competency necessary to begin
student teaching and obtain a preliminary credential. In fall of 2002, Sean reported being happy to
have completed his coursework but had no immediate plans to retake the MSAT so he could begin
student teaching. In the urban middle school where he taught, 41% of the teachers were teaching
without a preliminary or clear credential, and he felt no pressure to complete his program.

In the spring semester of 2003, his attitude changed. His district sent out notices to all the teachers
at his school who taught on emergency permits or pre-intern certificates (63 teachers) that their
teaching positions would be released (i.e., they would be bumped into a substitute position) when
their contracts expired if they had not improved their credential status. Teachers on emergency
permits, including Sean, were required to enroll in the district’s pre-intern program and attend test
preparation classes to help them meet subject matter competency requirements. By June 2003,
Sean had taken the CSET and was scheduled to student teach in the fall. He plans to complete his
credential by December 2004. The pressure that the urban district applied as a result of NCLB, the
availability of the pre-intern program, and widespread issuance of pink slips to credentialed teachers
in surrounding districts motivated Sean to complete the final requirements for a credential.
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SB 2042 may also raise the demand for teacher preparation courses in the short term
as credential candidates press to complete their credentials under the existing rules,
which are generally seen as less burdensome.

Because interns meet the “highly qualified” requirement of the No Child Left Behind
Act, the state is likely to see increased enrollment in intern programs. Given the new
legislation, districts are eager to reclassify emergency-permit teachers and pre-interns
as quickly as possible. In one district we visited, the County Office of Education
trained credential analysts in each district to identify teachers on emergency permits
who would qualify for intern programs (they had met subject matter requirements).
The coordinator for one suburban district reported, “With NCLB, there’s a push to
convert anyone who can be to intern [status].” In fact, the state received requests for
support for more than 9,600 interns and was able to fund only about 8,800. In addition,
the state received requests for another 200 interns after the application date passed had
and was unable to fund those placements.

The full impact of these various factors will not be known for some time, but early
indications from the fall 2003 enrollments at selected campuses suggest that the state is
likely to experience continuing high levels of credential production in the immediate
term. However, budget cuts clearly may limit further growth. Campuses as different
as Humboldt State University, CSU Los Angeles, CSU San Marcos, and CSU Long
Beach have had to limit, or plan to limit, the number of new enrollees. This trend
seems to be a result of both budget cuts and the need to accommodate the large number
of teacher candidates already in the pipeline. For example, CSU Los Angeles has more
than 400 applications for the winter 2004 term but will admit only about 120 new
credential candidates. In part, the limits on new enrollees at CSU Los Angeles are a
result of the record number of credential candidates enrolled in student teaching. In
this case, limited resources are being focused on teacher candidates working to earn a
credential before the new SB 2042 requirements take effect. At CSU Long Beach,
enrollment is also being limited as a result of budget cuts.

Teachers’ Experiences in Teacher Preparation

There are many routes into the teaching profession in California. The so-called
traditional route has historically been the most common path: after earning an
undergraduate degree, prospective teachers complete a year of coursework, student
teach, and then earn a credential. Some progress through their program full-time,
while others go part-time, often taking convenient nighttime classes.

“ Alternative-route” is a term coined to describe a variety of routes into the
profession that share the common experience that participants begin to teach before
they earn a credential. The intern route is for individuals who have demonst<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>